Many teachers and administrators find it difficult to work toward multiple schoolwide goals simultaneously. They describe the effort as almost schizophrenic because attention and energy must be constantly shifted and compete between very different initiatives and mandates, each of which seems to place unrealistic demands on teachers' limited time and capacity. Although this scenario is all too familiar in schools, the question is whether educational initiatives with different goals have to compete.
This article presents a model in which educational initiatives do not compete but cooperate. We provide examples of efforts designed to improve behavioral outcomes and examples designed to increase academic achievement to illustrate how seemingly very different initiatives can be conceptualized and implemented within the same coherent and coordinated model of schoolwide improvement. This article provides a conceptual framework that outlines guiding principles that should anchor all school improvement efforts as well as model descriptions for conceptualizing and implementing schoolwide initiatives that share a common language and logic. We also provide examples of beginning reading and SWPBS to illustrate how this model can accommodate multiple efforts with different goals.
A Comprehensive Conceptual Framework
A school's approach for supporting educational change in any area should be guided by a comprehensive conceptual framework for school improvement. There are several guiding principles fundamental to the success of schoolwide educational initiatives, regardless of the goals (e.g., behavioral or academic improvement). These guiding principles include (a) promoting evidence-based practices, (b) supporting change at the systems level, and (c) developing local capacity to sustain effective practices over time. When schools anchor improvement efforts within a comprehensive conceptual framework, they ensure that different initiatives share fundamental assumptions, a common vision, and important outcomes.
School Improvement Efforts Should Promote Evidence-Based Practices
A large and growing body of converging multidisciplinary research evidence can inform educational practice. For example, knowledge about assessment and intervention practices for improving social behavior in schools is growing because research has been and is being conducted by behavior analytic researchers (Bambara & Kern, 2005; Carr et al., 2002; Safran & Oswald, 2003; Sugai & Horner, 2002; Sugai et al., 2000) . Similarly, in beginning reading, a substantial and compelling scientific knowledge base related to the nature of reading development and effective instructional practices exists to support improved reading outcomes (Adams, 1990; McCardle & Chhabra, 2004; National Reading Panel, 2000; National Research Council, 1998 Although a large scientific knowledge base exists to inform educational improvement, implementing evidencebased practices is challenging and complex (Greenwood, Delquadri, & Bulgren, 1993; Peters & Heron, 1993) . For example, it is unrealistic to expect teachers working independently to implement and sustain the host of evidence-based practices necessary to produce lasting academic and behavioral change. Instead, teachers need the support of larger organizational structures that work to coordinate and maintain practices at a systems level.
Moreover, students, teachers, administrators, and other school staff vary along any number of characteristics including culture, race, training, language, learning histories, socioeconomic status, staff size, and geographic location. Because schools and districts have such distinctive characteristics, each system must adopt and implement a unique combination of evidencebased practices to maximize the contextual fit between practices and the educational environment. Therefore, school improvement efforts should be organized at the systems level (e.g., school or district level) to ensure that educational improvement is feasible, consistent, and relevant to local needs.
School Improvement Efforts Should Develop Local Capacity to Sustain Effective Practices Over Time
The ultimate goal of school improvement efforts is the widespread, coordinated, and long-term implementation of effective evidence-based practices. For this to happen, schools and districts must develop the internal capacity to sustain practices over time through a process of continuous regeneration (Sugai, Horner, & McIntosh, 2008) . When schools develop local capacity or the internal expertise to lead and manage school improvement efforts and effective practices become institutionalized, systems maintain high quality implementation by being responsive to inevitable changes in administration, personnel, and funding. For evidencebased practices to remain relevant, effective, and efficient for the long term, school improvement efforts need to focus on developing local capacity.
A Common Logic and Language
Even when schools embrace a comprehensive conceptual framework for school improvement, they still confront the challenging task of juggling the implementation of multiple initiatives and mandates. Although separate efforts may work toward important and meaningful goals, they most often compete for limited time and resources.
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The overarching, important goal of SWPBS is to improve behavioral outcomes for all students.
Moreover, individual initiatives are typically conceived and presented as if existing in a vacuum with a unique theoretical framework, terminologies, and expected outcomes. The reality, however, is that initiatives must be implemented in concert with other efforts that have their own unique frameworks, terminologies, and expected outcomes.
We believe that schools and districts can work smarter and more efficiently than they currently are by promoting a common logic and language for both behavioral and academic improvement that transcends disciplinary domains. A single coherent logic for school improvement creates efficiencies by allowing schools to focus on the strategic integration of multiple initiatives. A common approach to behavioral and academic change can be operationalized within a prevention model, used in public health literature, that conceives of supports along a continuum (Simeonsson, 1994; Walker et al., 1996) . This continuum of supports (see Figure 1 ; Sugai, 2001 ) is similar to multi-tiered approaches (Vaughn & Klingner, 2007) and response to intervention (RTI) approaches (Fuchs & Fuchs, 2006; Kame'enui, 2007 
PRACTICES
ed practices based on evidence of efficacy; and (d) develop systems to support the implementation of practices. Figure 2 illustrates the interplay among these principles.
Accommodating Multiple Efforts With Different Goals
Schools work smartly when they embrace a common language and logic for school improvement. The following sections illustrate how the four dimensions of supports underscore similarities across beginning reading and SWPBS efforts at each tier of the continuum. Moreover, in this model, similar systems work to support teachers and staff implementing behavioral and academic practices.
Universal Supports
Universal supports, outcomes, data, practices, and systems focus on the whole school (i.e., all environments, all students, and all staff). Universal supports for both academic and social/ behavior domains are presented in Figure 3 .
Targeted Supports
Targeted supports focus on groups of students who require additional support to benefit from universal supports. For example, targeted supports might be helpful for students who do not respond to primary/core instruction and are considered at risk for learning and behavioral difficulties (see Figure 4) . Outcomes, data, practices, and systems focus on efficiently and effectively identifying and addressing the needs of the small group of identified students.
Every tier of the continuum considers four central dimensions
of support: outcomes, data, practices, and systems.
Individual Supports
Individual supports focus on the needs of students who require additional support to benefit from universal and targeted supports such as students who TEACHING EXCEPTIONAL CHILDREN Έ JULY/AUG 2008 57 • Meaningful increases in the percentage of students reading at or above grade level with the goal of all students becoming successful readers by Grade 3.
• Clear, consistent, and measurable reading goals and expectations for all students at each grade.
• Evidence-based standards or curriculum maps provide direction to teachers about what and when to teach.
Behavior
• Meaningful increase in prosocial behaviors exhibited by the student body.
• Meaningful decrease in the inappropriate behaviors exhibited by the student body.
• A small number of positively stated schoolwide behavioral expectations.
Data Academic (Beginning Reading)
• A common set of valid and reliable assessments linked to big ideas in beginning reading (e.g., comprehension, reading fluency, and decoding).
• All students assessed three times per year.
• Assessment data used to make school-level decisions about reading goals and practices.
Behavior
• A common set of schoolwide indicators of student behavior (e.g., office discipline referrals, number of students suspended, and number of students referred or found eligible for special education).
• Data used to make school-level decisions about behavioral goals and practices.
Practices Academic (Beginning Reading)
• Consistent core reading instruction of validated efficacy implemented schoolwide with fidelity.
• Core instruction designed to enable 80% or more of students to attain schoolwide reading goals.
• Consistent, prioritized, and protected time allocated to core reading instruction.
Behavior
• Consistent behavioral expectations posted and explicitly taught schoolwide.
• Schoolwide behavior supports designed to enable 80% or more of students to meet behavioral goals.
• A schoolwide system for acknowledging appropriate behavior (e.g., behavior tickets, positive office referrals, etc.).
Systems
• School-level leadership teams coordinate schoolwide initiatives.
• Professional development designed to support the implementation of specific practices (e.g., core reading instruction and SWPBS).
• Schoolwide assessment and data systems organized and managed at the school building level.
do not respond to either primary/core or secondary level interventions (see Figure 5 ). Outcomes, data, practices, and systems are student specific and highly individualized.
Conclusion
In this article, we suggest that educational initiatives that appear to have very different missions and goals can cooperate rather than compete when schools promote a comprehensive and coordinated approach to schoolwide improvement. By organizing efforts at the systems level, schools can effectively and efficiently leverage resources to ensure that multiple initiatives (e.g., academic and social-behavioral) work together to guarantee durable improvements in meaningful student outcomes. • Accelerate the learning of at-risk students to meet grade level goals.
• Determine individualized trajectories of acceleration needed for success.
Behavior
• Increase the number of appropriate behaviors and decrease the number of inappropriate behaviors for atrisk students.
Data Academic (Beginning Reading)
• Use schoolwide data to identify students at risk of not meeting reading goals.
• Assess at-risk students more frequently to monitor progress (e.g., monthly).
• Use progress monitoring data to make ongoing instructional decisions.
Behavior
• Use schoolwide data to identify students at risk of negative behavioral outcomes (e.g., ratings of the students' prosocial behavior or number of office discipline referrals).
• Use data to monitor student's behavior and adjust supports.
Practices Academic (Beginning Reading)
• At-risk students receive additional instructional support in reading using research-validated supplemental and intervention programs and materials.
• A continuum of programmatic, grouping, and scheduling options are available to at-risk students and coordinated at a schoolwide level.
• Instruction for at-risk students is continually evaluated and adjusted based on data.
Behavior
• At-risk students receive efficient intervention focused on increasing structure, self-management, opportunities for feedback, opportunities for reinforcement, and home-school connection.
• A continuum of intervention options is available and coordinated at a schoolwide level.
• Support for at-risk students is continually evaluated and adjusted based on data.
Systems
• Teams meet weekly to evaluate progress of students currently participating in targeted intervention and make data-based decisions and instructional adjustments.
• Feedback given to staff quarterly regarding number of students referred, participating, and making progress in targeted interventions. • Individualized student goals relate to the acquisition of specific beginning reading skills and strategies.
• Individualized outcomes can align with individualized education program (IEP) goals and objectives.
Behavior
• Individualized student behavior goals relate to the acquisition of appropriate social skills and decreases in specific problem behaviors.
• Individualized outcomes align with IEP goals and objectives.
Data Academic (Beginning Reading)
• Use individual student data to identify students most at risk of reading disability based on lack of response to core instruction and targeted intervention.
• Collect specific diagnostic data on reading skills and strategies.
• Assess most at-risk students more frequently to monitor progress (e.g., weekly).
• Use individualized progress monitoring data to make ongoing instructional decisions.
Behavior
• Use individual student data to identify students most at risk of negative behavioral outcomes based on lack of response to universal and targeted supports.
• Collect specific diagnostic behavioral data (e.g., records review, functional behavioral assessment, and direct observation data).
• Use individualized student data to make ongoing decisions about supports.
Practices Academic (Beginning Reading)
• Students at high risk receive individualized intervention at higher levels of intensity (e.g., more time, smaller group size, with highly trained professionals)
• Students may receive support through special education.
• Instruction is continually evaluated and adjusted based on data.
Behavior
• Students at high risk receive individualized positive behavior support strategies.
• Students may receive support through special education, wrap-around process, and comprehensive person centered planning.
• Supports continually evaluated and adjusted based on data.
Systems
• Individual student teams made up of professionals with specialized knowledge of a student's strengths and weaknesses (e.g., classroom teacher, parents, specialists, special educator, school psychologist, and consultants).
• Supports and services are coordinated across general education, special education, etc.
• Resources allocated to support implementation of individualized interventions.
